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o T Preface. o0

In this publication Gordon Pradl introduces us to some of - the basic
principles of cohesion and suggests exercises ‘which will help students
discover- these principles. In additon,- Pradl reminds us that “filling the
- blanks” is not always a passive exercise. In Pradl’s cohesion exercises, the .
student is engaged in makipg meaning, predlctmg what is possnble based
on a self-selected hypothesig..

'The Bay Area Writing Project has. aver the years had a number of
scholars who spent sabbatical time with BAWP teachers. Gondon Pradl
- was with BAWP during 1977- 1978 and we are very grateful for his con:

tribution’ to our thmkmg.,. _ ’ . :
R - .. " lames Gray, Director s

: S Bay Area Writing Project .

~ > L. School of Education .~ 7
' g : Umvers:ty of Caltforma. Berkeley
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 *INTRODUCTION =+

Tt . oo N . s
. e .

.~ +  “Did you see that cat speed*through the _____ 7™’ : -
"~ +If the sentence ended with “sparkplug,” “purple,” “democracy,” or
“swimming," we‘would be surprlscd We expect one of a limited number -
of choiges, such as “stop sign" or “red light." Surprises-can be meaningful;
“a.car speeding through dempcracy mlght be metaphoncal But “a car -
- speeding through swimming" is hke\y to strike. us'as nonsense. = ", N N
The point is that efficient commumcauon relies in part on our ablhty.
to predlct what will come next.in a“particular discourse. Of cours€, com- .
.. plete predictability:leads to-boredom or detachment. But- total unpredict-.« ©
B - ability results in gibberish. “Get don't why cut, hair ____ " could end o
sywith any word and would.stijl be meaningless. ' -
~ Asspeakers of Enghsh we Know a lot, unconsciously, about our language,.
.. yet generally only unusual ‘circumstances call this knowledge to our
" attention. To ‘increase our power and. faclhty with language. it cam be'
useful to bring our unconscious structuring strategles into the open. In
this way we can learn to control predictive rules and extend them to new
and more complcx linguistic sxtuatlons. I .
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L The following exercig creates a disjointed word frame through which
' students can broaden tBir linguistic options-and become aware of their
. ;.f-' - power to m‘mpulate words to dthﬁVC umque meanings. _
v 1. We begin with word dssocmtlons Read the 25 words below and write
down the word that each brmgs immediately tQ mmd
. 1. technicolor 1 :
2 bullets - 2
-3. nurses 3
ot 4. guns 4
R 5. cars: ' 5.
6.blood = . - - 6 -
7. red A 7 -
- 8. paint - 8 .
" 9.dancers 9
_ 10.screen . - 10,
' - I fire . N
S ~ 12. bones R
BN .13 life T '
S " 14. hand o .
~15. home :
NP - 16. snow : ! . . i
3 ~ "17. blue )
‘ . 1& drifts
' 19. corners - 19.
20. white . .
21, white . 21, : _=
22.sound - . | 22. : ' -
| 23. track . . . -\
" 24.dead . R
. 25.trees. - "25, . : '
) L

~
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B - 2. Now use the new . hst of worda to flll the correspondmg,ly numbered
T sluts in the frdme bélow. = . S ~ —.'q_'
: Clewasall i ._...__;.',___-('l) \ SO . R
ST om0 e ().,
Y The oo __w__*(zt) gleamed like .~ (5)..
cocand L e (6) wasas - - (7Y
..o - asthe Ll e on ... R ()}
o The. .. ..  :_ _;,_._._A._,,,-A_.(l_()) shook wnh ' - (11 .
“andmy .. ___.___.(12) whistled. "
It was like ....__._ _____(13), but better.
Fheld my girl's __.. _-___-(14), ' .
. in the deepest parts, . _
' and we walked . __'_________(l‘a) after S
withthe . » .~ _ _ ~ -(16) fallmt,. .. _'
but there wasn't mych. S - (17) ‘ o
inthe . _ - R (18) or . e e —19):
just X ,_“(20) andmore_______- . (21)
andthe T (2 (23 s0 S S (24)
_you could almmt nmag,mc o
ghe . (2'5) were talkm&, I
¢ : R
U Aftcr rwdmg, thruug,h your* pot,m " and savoring its p%ulldl' qualme)
wAhe nextstep is to revise it. Keep the basic form (two stanzas, of eight lines . .

and-ten lines. respectively), but you are free to make any other alteratidns
you see as necessary for completing a coherent poetic text: While you ‘are
" making these.changes. be sure to note a specific reason for each one (a
notn belongs here, not a verb: or, the theme is winter and the word “surf-
ing” doesn’t seem to fit). You will not always be able to come up with a
clear reason for a.chynge. but make it anyway. Oncesyou have made all
your changes. you:} have a new poem that you can share with someone
+  Flse. Later we willgompare it with the original. but first let's see what we
can learn from. and how wé'might use, a sample res'ponse to this exercise.

Suppose your list contained the following words:

Aobrilliant . 10.flies - 19.sharp . s
2.guns lé. camp - 20.Frosty .
3. hospital’ - 12. meal ' s 2l.blank .. - 7
© doarmy - W.death . 7 22 solid
S.streets -~ 14 help 23, field .
. © 6. heart - -, S hearth - . - '24. funeral '
’ 7. stop - 16. white - 25. spring :
~8.-chips . [ 17. sky - . . _ L .
. 9. Degas - 18.wood ! : o
S 3 .




Thls would yield the l’ollowmg dlsjomted frame

1t was all brilliani o _

from guns to hospital. L B
.- The army gleamed like streets A
- and heart was as stop . L -

- as the chips on Degm

The flies shook with camp

and my meal whistled.

It was like death, but better:

Lheld my girl's help,

in the deepest parts,

and we walked hearth after, -

with the white falling. _

but there wasn't much skp = .
in the wood or sharp: o
just Frosty and more blank N b

and the solid field so funeral ~ - . R
you could almost imagine . T

the s spring were talking: o

- The dlsjomte_(_i ffame appears rdther blurre but we-have a starting pomt
- and some phrasest that might be suggestive such as “the chlps on Degds,’ '

or "the solid field so funeral.” -

One individyal's editing strategies led to a poem that, beg,ms to.make :
" sense to a readet. All the “false starts” Have been pafenthesized so that -

we can imagine some of the writing process in acuon

* It was all (muted)® psychedellc RN
from (dawn) stere to tdusk) pyrotechnpics. .. .
TFhe brass band (leaped)’ surged forward - N

-

.. like a race horse o <
. ~ breaking from (the) its starting 5ate c
., las the pastel dancers in a Degas) .
" The crowd shook with excitement '
"and my hair (bristled) stood on ‘end. S 7 Y .
It was like the tourth of July, but better T
Afterwards, | took my girl, . i
my arm .around her shoulder, !
and we (walked) drifted away,
with the stars falling. )
Thiere wasn't much sound -
(on) in the streets or the (alleys) doorways Co T
just litter and more litter, . (j e
nd the evening sky so tranquil ~ ' .
yRu could almost igragine e . T
_theMfeet lamps twefe) whlspermg s o .
" 4{}'.5 . h ]
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_ The injtial.editing d((emp( mvolVed fmusmz, on “Deg,as Rnd his paint
chips whlch sugbcs(cd the serenity | of his dancers poised and “mu(e( v
co After replacing guns and hospital with dawn and dusk, the’ poem didn't -
© . seem to be going anywhere, so the ongmal image of energy and.excitement
was. tried again. This time the picture of a ‘celebration’and parade began to -
‘take shape, and this governed the suhscquen( chdng,es in the first stanza.
The second stanza appeared to be working in contrast to_the first, dnd SO
a-quieter mood seemed called for. Consequently. changes were made to
cemphasize. the feeling of calm or let-down after the frenzy of the earlier
celebratign. The couple is left with the day S /tttm and a pe‘up that aIIOWs_
-them to draw within themselves.
The particular editing strategy illustrated above -involved cstabhshmb
an mmgc or idea and dllowing this to govern the chdng,ee so that the o
- reader is presented with ‘a unified picture. Thus, once a “celebration” and
a contrasting “silent” aftcrmath became the predictive framework within
which to judge the word mam’pulalwm a scrles of chanbw ur&,ed (hcm-
selves upon the writer. 3
Rather than \mrklntH from a guuhnb lmdbc some students use a localized .
\ -syntactic strategy. For instance, after- rcadmb. ‘the spring were talking,” - o~
. they llll&,h( change it to somc(hlntH like. "the sprmt, was talking (babbling),” '
or “the. girls’ were talking." Such an approach clears up the. gdmmaucal '
- confusion, put because it is essentially random with. respect to mcanmb,_
- thagsense of the test remains obscure at best.

»  The poem that inspired this particular exercise is “Reél Ono by Adrien .~
Smu(cnburg To round out ¢lassroom work on revising, it can be presented
e thestudents as yet another solution to (hc ‘disjointed frame” problem- ' L
*Itis helpful to have severat.oral readings and to discuss-the varying mean- ’ )
™~ \ ings (or interpretations) that each reddm&, implies. This allows the students ’
" to associate their undcrstandmg of a text with how it “sounds —certainly .
- a necessary skill in megtoring their own writing, Further talk can grow out :
of which versions are preferred and why. Many students will invent .
‘versiofts that (hcy like better than “Reel One' ,and this yeatly reinforces '
their confidence in (heur own creative capacities. - _
R_ee_fO_ne '
: .. [Irwasall technicolor L )
e © - v frombullets to nurses. - - .o
h v .The.guns gleamed like cars L *
++ - andblood was as red . ’
L . - - ‘agthe paigt on dancers. . : .
. : " . The scregn shook with flre ' v ' .

and my Bones whistled. »
It was like life, but better. - .

..'\...'; -: o -‘A.'-lheldmygirlshand A o R | .
- -mthedeepestphrts. . | A
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and we walked home, after,
with the snow falling, :

~ but there wasn’t much blue. .
“in the drifts or corners:. '

- just white and more white
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and the .S()und track so dead
. you could almost irhagine
the trees were talking.
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The above exercise represents one adgptation of the “Cloze Prbéedure.
which was_developed as a way of - tésting reading comprehension in-
" children. Grounded on the psycholinguistic prmcnple that we are constant-
_ ly predicting what will-.come next in a sentence or text on the basis of the
clues that we have been storing upas we go along. the “Cloze Procedure™
*involves presentm&, the child with a: text that has had every fifth” word
.replaced by a blank of equal length.-and notlm,‘the chlld 'S ablllty to supply -
the missing words.-
To.g get an idea of how this prot¢edure works, try ﬁllm&, in the blanks in
the followmg paragraph from The Red Pony by Johdﬁ Stembeck

- The hlbh Jan;;llng note- . the trlangle put the Jody m
motion. He only a httle boy, years old, wnh halr ,
" dusty yellow g,rass and shy- polite grey eyes, with a !
mouth thax when he t.hought The picked- hlm up out
S sleep ltdldnto¢cur him to: dlsobey the _note.
. " He" never hdd one he knew ever . He brus_hed ‘the-
« T .tangled out of his eyes __L¢ ,'skinned'his nightgown off.
R d*moment he was __'*- —bIUe chambray shirt and " -
1t \vas fate in 2 summer, so Qf course _2'. were no shoes -
“to - with. lnthe kitchen waited until his mother ___24 A
from m front of sink dnd went back 2 the stove. Then = % ..
wet hairwith his_ 2, ° \\
Y
3

he “himself and brushed back
: Hlsmother turned sharbly . him as he left
+ looked shyly _ S

i, éink. Jody

-5 o
Supplym,g the functlon words (pre'posmons. artlcles conjuncuéns) ,‘\‘ “'
s reluuvely“syﬂr s'the’ noum ang; verhs that. pose difficultiés. Compare " '

your-fill-ing. with the- actyal words Steimbeck used to givw yourself a “cor- -4
: rec!ness peroemag,e (numbe: nght dmded by 32) LR '
1. of , ') triangle  * 17 in. 25, the
' 2boy oS 100of. © 18.dressed ' 26.t0 - :
© 3. was o 2N R ' _ 19. overalls - 27. washed ' \
‘4, ten - 12. hassh - 20.the - 28.his :
-5 like: - 13.no " 2l.there - 29.fingers -
6.with ~  14.had " - 22.bother  30.0m - - . -
*" 7.and: . 15.hair. 23.he ~ 3l.the .
8. worked 16.and - 2_4'. got -~ . - 32, away ' ’

i
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There are twu approaches to scoring the "Cloze Procedure.™ The first

' 'requnrcs an exact matching of the words in the orlg,mal text. A correctness
rate in the area of 44% means the reading material is in the child's instruc-
tonal range (i.e. the student can grasp the material with some assistance . -

- from _the teacher) A score of 57% or abovc indicates that the materlal is
appropriate for the child's mdepcndcnt reading; . o
“The second approach to scoring is individually focused. The teacher'."

does ‘not worry abdut exact ‘word matches, but rather uses- the child's

respomses to diagnose parmular language difficultigs. For example, if:the
child answered “pants™ or “shorts™ for l‘).-hc is obviously on' the right
track; however, a response such as “green” or “punched” indicates that -
the thlld is unable to integrate the meanings of the larger text. :
The child's’ Success in the “"CloZe™ task is a function of his mastery of =
the predictive system of-a given text in particular and of the overall _
. predictive system of Fn;,hsh in generdl, Clearly, this mastery involves.
_ both syntactic and semantic knowlcd;,c ’lhus in a given blank, a verb
_might be required. and this verb must agree with its subject: on the other '
hand. the particular verb will dc;)cnd on the overall theme of the passage.
. :What makes such a ‘test useful s its recognition that all human percepuon
" ~has’a natural propensity toward systematjc closure and that reading as an
o act of- gaining meaning from a text involves the reader in an ongoing
© process-of hypothesis testing. Most of the time our hypotheses are instantly
'Vt:nflcd or disproved. and like- fish in water, we are oblivious to the :
prmcss Awarencess only arises when the well- oiled machine breaks down
_and a "mistake™ occurs —we don't get from a senterice’ the meaning we
anticipated. Take the following sentence for example

The horse raced around the track ycstcrday
Rcadmg it quuklv its mcanmz, is straq,htfor\vard and obvmus but now
take the same words embedded in a variant structure:

The horse raced umund the track yesterday and was’ g,lven a rest .
(()ddv

¢

Suddcnly our “original symachc hypothesis ‘doesn't -work (we re, now
tish out of water), \‘%’c arc forced to reassess the situation and come up.
withi some new structure: for tife sentence. ("The horse Tthat was|..raced
Iby someone| around the track- yesterday was given'a rest today.") In -
trying to fill in the blanks, children are testing out their own hypotheses
regarding how the. English language- works. By observing the strategies .
. employed'the tegcher can gain a Llcare?plcturc of the Img,mstlc matumy o
of the child. .
With this g general approach mm-md,—ypu will have no dlfflcplty mventmg'
your own unique version of the “disjointed frame™ exercise. Both.poetry
and prose passages appropriate for your class' could be modified. You
mlghl skip the. word- associationstep and give your students a text which
you have already rendered out‘ol-joint. Also you pmight try deleting
larger units— phrases, clauses, even whole sentences—to see how this
- affects your students' predictive capgcity.
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i Alongplde the . puulmg “texts you create to expand the rahge of )'our'
~§ students’ llng,ulsuc expectations, yoy can use exlstmg texts that pose
",slmllar mte;pretatlon prqblems because thelr authors have deliberately
e !violated the c«mventrondl rules’ df linguage: S fe w
é‘ser;so it has
scnterrce It

L ‘JablferWoka"‘ls a fdml'lldf poem- that derlves whatev
H‘Qm or-implicit, untlerstandmg of-how words luqcuoh in'a

o “beg,mv - Cne . : A UL e

' _ Twas bl'l"l&,. and the sllthy toves e R - : L e
: : did gyre and ¢ glmble in the wabe o~ R . Q -

L Alf mimsy were the borogqves‘ e N

.. » And thc mome r,uhs od‘tgmbc oL YL

Have your studen!s examme the oues which mdlc,ate wﬁéther a “non-,’ '
a scnse "word.is &4 noun or a;’ vetb-(i.e.. “wabe" is a noun’ because itisinan /-
* objectuof-the- prt,posmor} slo )) ‘Whit - :err, are conjured up. in their .
. -hinds- h.y the’ words “(oves." “borogoves.”. and- “rathis"? ‘And given thaL :
. . -they can identify the«aontexts which mafk these woMs as nouns, how i isit ..,
~ the. studgnts-know they, refer 10 living creatures? What is a “wabe?" One”
- _student may think-of a magsh. Alice, -on sthe’ other hand, claims. that
S ““wabe" refers to “the g ggass plot round-a sundial.” And $0 the contro%?sy
o is ]omcd The lively arguments that'should ensue among YOur students will * -
«  provide a basis’ for-exploring the hidden syntactic dimensigns of Engll
. and how sound, associationy shape individual resPonses Read Hum %
}?umptys explication of “Jdbberzgdx-y* in Through the Looklng-Glass.
.+ ‘especially his’ explanatron of. por manteau'words‘ “Well, - ‘slithy’, means
. ¢ lithe dnd slimy.’ ‘Lithe’ is the same as act|v¢ You see it's Iike: a part; -

"‘..-\

Ao m‘lmedu-lhere ﬁre two mednmg,s packed up into one word o T
L. .- Lewis Carroll 4§ pldylng a i,ame ‘with us Whl(,h only works because he '
, docs give us’ enpugh information to- prowde the’ 1|lusnon of an.‘English"

P scmence Alrhr‘)‘)gh we are given many made-up words.. the passtge also - .

~ - Jcontains-Some; of those high frequency Building:block words’ (‘twas, and, .
the, did. in: all. ‘wére) which hclp establish” the basic framework.fog placing
~afl the:nOuns-and verbs, 4d]ecuves agd adverbs, in our language. Cohsides - .
* whit would happen if. “and." “the,”, fid,” and 50 forth, were also nons
i words'- all Systems would break d wi - dnd. otir predlcqve‘clzpacrty
. ibe. reduceq to zero. ' :
L ErE Cummmgs .poems also cxpose our underlym llngulstk efpecta- . . -
o ."uons. l;‘ually we. are caught off guard as Cummmgs ﬂems to flout the \
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e '-(,onvemlons of capltaluatton and punctuation. Next we see that he is
e - toymg with our syntactic expectatlonp ay well Suppoge we: wef readmg,
o the followmg lmcs with-our. sudents, . ]

Y

) - S anyone hved ina pretty how tQwn e '-'/\.
'w“'. o gt (withup so floatmgmdny bells down) - , A '
e S, ' '_sprmg summer autumn winter H R
S L - - . he sang his didn’ t e ddncegi hisdid - '
o '* Lo Wt; mlg,ht begm by hctvmg the students ﬁl in the blanks.to the frame:
ot l|ved ina pretty — _town. He Sa"g'_h's —— . He
e . danced his M e ' .

-~ »

S Then as we' look at the poem ltself we can begm to-. bulld up ‘tn
__"';"'* . ™. interpretation based in’part.on the contrast between our. ordinary rdnge
’ _of linguistic expectatlons and Cummmgs ektraordmdry 'dlslocatlonsy
" whether they be ngming characters “anyone” and “nogone,” “someone
' -,md Meveryone,” or radlcally combining words into mu‘lcal reframs such
“with up so. floating many bells down.™ -
The question ye will be pondering in such an dnalysm is how Cummmgs
« extends our resturees of ldnguctg,e in order to suggest new umversal
-t - meamngs for everyday occurrencest How, formsta'nce juxtaposing “spring
. sumrmer autumn winter” or “sun moon stars rain” flashes mstantly before
“ us the cycling of the seasons or the alksarrounding presence of the natural
. -elements. Working in this manner provides our students with yet ‘another
“apptoach to readm&peetry the ongoing eompdrlson between our expec-
I tations as readers and what fhe author actually wrote on the page. ey
K The same principles~efin be used when students : are working in response
. groups with cach other’s writing. For example, rather than “correcting” -
~a paper-according to some abstract principle (“There's not enough con:,
crete detail:-Rere™), ,students might point out the absence of structures
. that would -aid predletlon and understdndmg by the reader (“If. you *
include a more detailed: dcscrlptlon of the physical hmltdtlons oFthe miain | '
character. tHEn at the end of the story we'd have a.greater dpprecmtlon

- . -

of the obstaclc;,_she had to overcome to wm the ragé e .
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e Frcquently we nced to cofstruct a context in order m) decnpher the
- meanigy of a spedker or wnter How many tlmes have we asked the caok

try {0 estdbhsh the approprldte mind set that match&s*t‘ﬁe mtenuons of the
- sender of the message. Because most of the time recéivers share a bond
of experience with senders, we .are unaware of how context-bound -our .
“language is. However, when we are the outsider who is ignorant. of the _
topic of the message dnd to what or whom all the pronouns’ are referrmg, " .
we can.immediately appreciate the . difficulties involved in creatmg or” '
© recreating a sgmantic: context. L :

Consider for a moment what your reactions would be if you overheard
the-following conversation: :

Wife: Clarence was at Margle s today K
Hushand: | hear they're back togethé  again. ' .
Wife: She said she's ready to deliver thmorrow. ' : '
* Husbhand: Whatabout the corner for the canterbury? .
" Wife: Right. That's a relief as Sandy's expecting any day now. R
Hushand: Make sure you're home in time. : -

“,

- . What ‘on earth is going on. here? Our first dppl’Oledtl()n of a_gloss
‘might be somethmg like this: ' R

Wlte,,l saw Clarence at Mdg,le S, h’;sg today (mean_ing I was '-visit'mg
_ ‘Margie too).a '
TR Husbond I 'understand that they (Clarence and Margie) are living .
- i together again (presumdbly they had sepdrdted for some
¢ reasop).*” - -
ife: She (Margie) said she (MM’L,IC) is ready to deliver tomorrow' ¢ _
(a baby?. .Y
shand: What about the corner for the canterbury! (What's a can- ... .
terbury? And why js the husband all of a sudden concgrned '
ahom wheré to place lt") _
B Wife: nght (Is the wife talking about the pldgement of the canter-
' bury or about Clarence and Margie bemg back together d% n?)
. ' Th.ltsarcllef((he canterbury placemghit or the reconciliatibn?)
oo ‘s &andys expecting any day noy(Waqnt Margle going to

Tw
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. tion?: . .-, _
© . Husband: Mq}tc sure you

ng that a canter
f.rc has purch:
'vc/cd tomorrow.
T cunfuslon is gy ‘ _
' ' .dnttquc shop T TS, Wc soe, that:our ¢ fhculty in und rstandmg, thls conver-
~ . sation w,wm p' rt a ruult of our mdblhty to imAgine two- topics bemg, v
© discussed; sing tuneousty. “The wife’ $/opening sentence really gives us
“tWO toptc indjeators: (Y "Clarence and his affajfs and' (2) the wife's: visit
" to the antique store. Subsequcnt cxchtmges beiween the husband and wn'e
mix_the two topics.. The husband's first remark réfees to topic one while
his next two' remarks réfer to topic two. The wife's second remark refers
to topu ‘two with “she” mdtcatmg "Mdl‘&,le who is the owner of the -
.« antique shop Ow the other Hand. the wife's third remark” sphts in two '
o directions: ‘nght _refers o topic two, while “That's a reliof..." refers
Back to topic one, " and we now learn that Sandy is the woman (wnfe)
Uarencc is living with once again. At last the meaning is cleay!
" :Snatches of, similar problematic dialogue may be . presented: to. your
students in transcript form, or better yet you can make up’ audio- -tapes

with actual characters speaking. In deciphering these” messages, - three
points should be stressed . Cv.

- () What backgi‘ound of shared expenence is necessary to make sense
of 4 dtdlobuc" Have you ever joined a conversation already in progress ° 0\
where some of your friends are discussing what has'been happening to
their favorite characters on the afternoon soaps? Until you get- your -
bearings. you surmne that.real persons you ought to know about are being -
_ referred to. and you’can't understand why none of the talk makes-sense.
e ~ Inour example both the husband and wife knew that “Margie’s” was the

antique . shop where the mnterbury had been purchased, so everythmg is -
clear to them.. _ -

-

(2) What pronoun references need sorting out? Because we first sup‘

.'posed “they™ Imked Clarence .and Margle together, we were thrown oﬁ
the track. : :

(‘) What special vocabulary makes a passage obscure? Frequently a

' 'dtalogue contains a vocabulary Wthh is specific to an occupation (1 always
feelso hélpless going into’a hardware store and asking for a “thingamajig,”

~waving my hands with much expression), to an academic d:scuﬁme (Who

S
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~knows what we as educators mean when we talk about “exceptional
+ children”") or to a geographical region (*More kids have been. using the
“hubbler” since the tonic -machide was outlawed.”—Boston spéech for
“drinking fountain” and”sodapop™). In l'he,dldlnz,ue in question, “canter--
bury is a term that probably .would only, be recognized by af antiques
specialist. This fact alone gives-us more information as to the interésts-: of-

,g;

°

the wif¢ and husband we have been edvesdroppm&, on. Similarly, if

"Margie's” had been "Montgomery Ward’s™ we would have had a different "

frame of reference from the very beginning of the conversation.
The point ©of such an inquiry is to help sludenls conceptualize the dif-

ficulties in writing for an audience which doesn’t share- the same back- ..

grougd information that the writer does. The’ three points mentioned
above should provide g checklisi that can help students learn to. be
sensitive to the kind of reading task. that is involved in deuphermb the
meanings and intentions of their writien papers. Let’ s say that Ms. Crews,
“ the principal of the schqol, is mentioned in a paper. If the audience of
the paper only includes students and teachers ¢ school, Ms. Crews'
.name alone may ’provide an adequate reference. However, for readers
outside.of this shared environment additional information may be lii

.lbuul her.) © . :
In raising such queslmns for our students, we are lrymg to avoid arbi-

trary rules. or standards. The “reason for “elaborating™ information in"a.

specific context is not merely to satisfy the whims of a teacher, but rather

o get the whole message across while trying to be as accurate dnd dS,

non- reelunddnl as possible. ‘ '

 Frame of reference problems have been exploited’ by psychologists in
varmus context-perception experiments. Take for msu,nw the sentence:

“The haystack was important because the’ cloth ripped.” Without context
hnw are we to join the haystack and the ripped piece of cloth meaning-
fully? The mystery is immediately cleared up when we mention para-
chuting: “My chute rlpped but thank God for the hdystack in thé middle
of the farmer’s f‘cld .

()lhcr sentences you might try with your students mcl’l?

I. The notes, were sour because the. seams split. - e
"2. The course was changed because Of the front
3. Driving is impossible without a hnrqe
-+ The boy missed the test because his hands were stuck.
5. The basement was fldoded because the sheet melted.
6. The sience was apparent as the_yarn was being spun.
7. The coat wasn't finished because the tension was too great.

P . ) . ) . o .-

‘In cach'insmncé\(he puzzle is solved by finding the appropriate nasative ‘

or conceptual context. Clues to interpreting the above sentences might be:

»

-0 Lo
. :
o > : . . . .
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eded .-
li.c., Ms. C rews is the school printipal, dnd students think. thus dnd SO .




_ 1. a bagplpe or a fat smber ,
.- - 2.direction of travel; or dassroo
: J.a c.attle drive’. - %0
4. his watch stop ed S

5. a shceu-of ue

Every ‘saturday nrgh foﬂr g,ood fnends et to;,ether When Jerry, .- .
R _Mlke and Pat arri d. Karen wag smmtm her living room writ- =
e ing some notes, Sfie quickly.gathered the cards and stood up to -
- greet her Irlei; k-at the door. They followed her into the living
room, but as: _”t;él they couldn’t agree on exactly what to play.
'JerryAeventu' ly took--a stand .and set thmg,s up. Fipally, they
began - pldy. Karen's recorder filled the room *with soft and S

pleasant masic. Early in the cvening, Mike noticed Pat’s hand and -«
the many.diamonds. As the night progressed, the tempo of play -~
increased. Finally, a lull in the activities occurred. Taking advan-

. tage of this, Jerry pondered the -arrangement in front of h}m
Mike-interrupted.Jerry’s reverie and siid, “Let's hear the score.”
They listengd carefully. and’ commented on their performance.
When the comments were ; m hedrd exhausted but happy Karen s .-

) -Inends wen¥ hume _ .

- Do they see an eveam!, of cdrds or a rehearsal of a WOodwmd ensemble’
And how firmly dothey get locked in to one side of tht amblgulty os the
. other? After’playing with such gentem.es and passages you might wish to
extend this “context” sensitivity training by wsing sentences from your
- student’s own papers. &hen a studenPs message “fails” becagse of insuf-
ficient or ambiguous information, it is now possible to use the cldss as
audience in order to encourage lhe noeded e‘xpansnon of the c.omposmon s
frame of reference. -
. The kinds of ¥ Tneaning prgblems'we h.lve been u)nslderlng, in part fall
’under the area of what linguists refer to as “Speech Act Theory. To fully
- understand a speech act, two requ,lremems must be satisfiéd. ‘First, we. .
must know the plain sense Qf the actual language tontained- in the speech
act. But just deciphering the dictionary meaum{ of words will not reveal
the ‘real significance of the utterance. We must know something about the
- second component of the speech act,-namely the speaker's,intentions! Itis
the speaker’s intentions that allow his/her utterances to be contextualized.
e Cunmder. for example, the following indirfkct speech act. When- I say, =
qr s cold in here,” my indention may be-to bring about some action on the
Y part of my listener(s). It cold in here” might be translated, “Close the:
window/door.” Then my asseruon m not an. e;nsknlwl stateinent dbout the * *

|
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. . '- - . L ’ : ) l_'. . : )
' : 'tct’hpcrature, but rather is a veiled command which 1 hope. will e respond-
~ed to by, "Let nre ¢lose the window/door,” or “Should 1 turn up the heat?” « ‘
or "Do you want me to get you another blanket?" — not by “Yes, it certainly .
is cold in here!™ The response 1.will get depends on-physical and social”
factors; At least two conditions must be met in-order for my command to.
be taken seriously,” _ - e
+ First, some course of action’ must actaally be possible. In ciher words.
~a window or door'is open and can -be closed. or a thermostat ‘can be
turned up or a blanket or sweater can be fetched. And further, the hearer
thust generally share the speaker’s apalysis of the cold temperature so that
a responsé like. "Well, I'm roasting! %loesn't short circuit the speaker's
command (of course “roasting™ might have ironic intent). _ S
Second, certain social conventions of appropriateness must be met. If
- the speaker and hearer are equals, or the speaker is of higher status, the
indirect command will ne doubt be attended to. However, imagin_é- the
~same declarative, “It's cold in here.” spoken by a Private to-a General— _ .
' " impussih—_lc. unless some humorous «intcnti(?ns are at play. P
When these two conditions are met. the message works. But. when
“indirect speech acts are problematic, they callattention to underlying rules
that have been violated, By exploring such violations with our-students, we’
can.increase their abilities to"contextualize their own utterances.’
You might. for example. examine a series of isolated séntenqes with
. your students to see how they understand thcmr on the basis of their
knowledge of the world and its social conventions. What “speech act” -
sense will your students make of the following SpeakerA assertions made
to an as-yet-unknown speaker/hearer B = -
oL “The bus has arrived.” . _ . _
. 2.The fire is almost out.” (¢f, in the fireplace vs. thg house is burn-
' . ing down) - = .
. “You'se stepping on my foot.” o
. "Your watch will be ready on Tuesday”
- "The faucet is leaking again.” - .
Y. ':?hcrc's_z@;nod movie opening on Fridyy."

+

3
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‘ - As your students begin.to supply both appropriate and tnappropriate . T
(the basis fof humor) fesponses that a Speaker B might utter, you will be B
- aple to explore the range of social “scripts” that exist in their heads, and -
that make communication possible. Gonsider the variant dramas conjured - \
‘up when SFix it yourself!™ is the reply to assertion 5. or “I told you ['don’t '
. wantto go.out withiyou anymore!™ is the response to*assertioh six. In each
case the student mudt create a context, for words in isolation never convey
our full intentions. And the contexts they supply will emerge directly oyt
of their predictive maps of human behavior. For instance, assertio six
-might tap :the ryles for duting rituals: who asks'whom, how. and under
what circumstances? What va'rie_nions % this general boysgirl theme are
possible before humor raises its mischievous-head?, - . PR
A . ,
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“indirect speech act scnwnus you ¢an as

' ,."l"he pmm is thal we always brmg, prlor knowledg,e to every Iang,uag,e

g,umc just as we expect our listener(s)/reader(s) to. Yet when we take
this knowledge for granted. it is easy for a message to misfire. In working

with your _students on disembedded-sentences, you_ ¢an raise directly the-

larger'question: “How is it we understand-any message in the first place””
You will be able to go on to incorporate some of the conolusions (such as,

some assumptions and experiences must be shared by spcaker and hearer) -

into your comments on the compositions qudems write in. your class.

Apother-way to underline the necessity bf contex] is by using a srress :

exercise with your students: Takc the sentence. “Joan read a long poem
l)cpcndmg upon which word receives the main stress—"Joan,” rcdd
“long" or “poem” — this utterance €an have a vanely of meanmgs)

It was Joan, not Sally, who read. a long poem.

- B =

Joan read a long. not-a short, poem.” - - R R R
Joan rcad a Iung., poem. not'a long novel, S

+

l\

dcuphcr our intended mcanm;, or emph sis. And just-as you did.with the

\{ your students to make up their
own: Sfress sentences to see if athers THathe class can guess intentions. on
the basis of the oral rnndcrm&, Such work on language with your students

“serves to prmulL a social corftext for your critical reading of their com-

positions. These exercises indicate.the pmblems readers (including teach-

~ers) have in gleaning the intentions of writers (including students),. and"
- what strategles of. claboration whiters have at their disposal to insure that _

the message is auually umvcyed to the reader. :

In working on “context” and “disjointed language frame™ activities. it is
ladvn.\mb[e to vary the group working arrangements within your cl:ts.sroom
so that students will experience. diverse responses to their ideas and not

slmplv have to face vou as the sole-judge and*arbitrator. For i instance, with |

the “Reel One™ exefeise. you could begin by making the assnk,nmem to
tht entire class. After each student has filled in the blanks. you might

huke some of the dmomtcd poems” shared with the class before asking :

thelstudents to ;:,0 on to revise them Afler some new versions have been

each groug might report to the whole class its findings or the reader/writ-
~er's system’ofexpectations, and you can list on the blackboard the ggneral
revising strategies that appear. Such a sequence of work might engdge two ’

periods of class time depending upon how‘#u( .you deed to pu the

analysis of the revising process. N -

Pair gmupmp will frequently heighten ‘student \nvolvementnf
“context™ activjties. For .example. after the students generat€ sonte hi
tences for the Vstress” cxeruse. they can’ try them ouf orau& on t

\

L wh\n i

The stress in our voice. supplies the context that enables the hearer to

the
sen

L

What Joan did was_ read. not write. a Iong poém.. ot e
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‘partngrs to-see if. they can convey’ their. intentions through speech. In- -
this way, more students can’ participate at on_cc_.‘c and you can roam the -
~ room checking-on progress, encouraging students to pote thuse sentences, . -
“of particular interest which later can ‘be shared wi?h_\the large group. =
+. Similarly, students tan work in pairs or small. Qroups improvising brief =
- skits that contextualize the indirect speech act one-liners. °
~ Group work can take a variety of forms. You might stage a competition -~
amony groups to see who can-brainstorm the greatest numper_of possible- o
contekts for an utterance..Qr one group 'ci)yl'd'mal;e'up_various utterances . .
" which, in turn, are passed on to a second group wh®try to disambiguate .7 -
< *them. You might evied ‘suggest that students compile one-liners that -
- characterize the shared idi,g)syncrat_ic experience of the class and see
whether outsiders can crack your code and.supply a meaningful context:
In all instances. you must facilitate the active involvement of_e:yl student

in order to insure as rich a range of responses as possible. ‘Xs students S
“bring their tacit knowledge of bath-linguistic and social conventions into
-the open. you can use the “uncovered” knﬁwledg‘c in ¢comments on their:
. writing. paying special attention to questions of audience and ‘purpose.
" #context). B B . - ) - o
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Another activity for-encouraging a student’s se‘nsi‘tiv}ty to how a text
hangs .together is-a modification of “sentence combining.” In “segtence - .
_ combl{nng -you are given two or more simple sentences—building blocks
—and thc task is to join them togéther through a series of embeddmgs :
into one, more ¢ mplex sentence. For example, . lets my you have the -. -
f()llowmg sentenij to work with:7 - . -

Hé borrdwed an umbrella. _
The umbrella belonged to his fgiend.
His friend was named Agnes. ‘

i4. He opened the umbrella.

The umbrella had two %les init

6. Thc holes were large

o

All of thesc short sentences ¢an le&d ;o one longer sentence: “Upon i
‘opening the umbrella he had borrowed from,hls fnend Agnes, he dis- .
«covered that there were two large holes in it." ; N

The - purp«;se of sentence -combining is ‘not simply to peruce ore
“difficult” convoluted sentences— though clearly some practice in it doés
result in a student producing a higher frequency of more syntactic
- mature sentences. Rdther the purpose is to encourage *subordination akd
modification. which in turn relates to how our ideas and’ perceptions- a
“hierarchically arranged. Tdkmg, the six simple (kernel) ‘sentences serial
gives a simple narrative: {btdlly lacking in design or focus. In the com
‘bined sentence, however, we have a deliberate focus on “he discovered”
“that was only implied in senfences four and five as they were listéd above.
oIt is important to remember that you are not looking for a “right”
Lnswer You are looking for expresslons of slightly different qommunica-
tion intentions. ) -

Sentence’ combining is always best tied to, ldrger texts, or the students '
own work, instead of to randomly conceived and contextless workbook
exercises. The following activity will illustrate how sentence combining |
can_be related to various issues I’ngl’dlnb a.larger text, such as how an
- author’s mednmg, is conveyed through deliberate stylistic choices.

Begin by reading the thirty-fiye® sentences. below. How would you
characterize the- relationship among these sentences’- AWhy. do they seem
to plod alonb in an unmteres;mg. choppy mdnner’ -




o -"...32. Then the orb would peep-aboyey e“s'lgy line. v ) f'
7 33 The orb would be cheerful,: o SN S
* 34 It would come from due South. . N e
35 I would dip immediately from view. ey ’

L

3 " Now combine these'thirty-five%ernel sentences into a paragraph which
better expresses what you take to be the essence. of the passage. When
yg)u.hz‘{ve'completqd your version, try to state the specif'ic'sﬁ'ategies you

" used-to make long sentences out of short ongs. ‘Why did you choose to
subordinate one-kernel sentence to a second’ ernelsentence? Now ¢om-
. pare_ydt'irﬁ\}erxion_with the version that follows: = . =

Day had broken; It.wds cold and gfay, e'xceéding_ly cold, ex-
' * «.ceedingly gray. The man turned asige from the main Yukon trail  fo -
4w . - and climbed the high earthbank. There a dim little-traveled trail -

N\ oge-

. ' "y -

.9

. 1. Day had broken. =~~~ . o,
2. ltwascold. - . N o
3 ltwasgray. . [ 2
™. 4, Ttwasexceedingly cold. | e o ‘ e
o = 57 Itwas exceedirigly gray. .. S '
. * 6. The man turned aside from the Yukon irail. . a |
7. 1t was the main_ Yukon trail.: AT -
8. He climbed the’ earthbarik. .. " L Lo . K
" 9. The earthbank was high.- - . A R
_— 10. There a trail led eastward. = Sl ) ' .
} _I1. The trail was dim. . - - - L, .
: 12. "The trail was littlestravelled. - o o '
13. The trail led through the timbeér-lond. ' . L
14. The timbér-land contained fat spruce. : '
S R was a steep bank.- v IR o .
‘ 16. He paused for breath at the top. - Lo
© 717, He excused the act to himself. =~ ' "
-~ 18. This he did"by. looking at_his watch.
"l*)’. It was nine o'clock. L ‘
20. There was no sun. _ = A
21." There was no hint of sun.’ W _ o
" . 22. There was'not a cloud in the sky. - . N
.23 ltwasaclearday. - - - e
24. Adfrintangible pall seemed over the face: of things. . +
_ 25.°A gldom made the day dark. , - T
.26. The gloom was subtle, SRR S
_ C27. ltwas due'to the absence of the sun. . -~ o . { S,
BT 28. This fact did not worry the mag\- \ © < "
__ © .29, He was used to the lack of surt. @ .~ . L e -
. 30. He had not seen the sun for days. o] T .. U
) 3. He knew a few thore days must pasy I




-

'led eastward through a ttmber~land full of fat. spruce lt bemg a
_ steep bank, he paused for breath at the tap, excusing the act ‘to
. hlchlf by looking at his watch. It was nine o’clock. There was no
— sun-r hint of sun. Although it was a clear day without a cloud in” +
: the sky an .intangible pall seemed-over the face of things. A
subtle gloom made the ddy dark. 1t was due”fo-thé absence-of the .
~ sun,'yet this fact did not worry. the man for he had not seen the L
sun for days. He knew a few morg days must pass before the orb
would peep above -the sky lige. The orb would . be. cl]eerful It -
: would come from due qonth but would (lnb 1mmcd|a§.t;ly from'.
vnew : . . . \ -
4 .
Which verﬁon do you hke better dnd why’ Whlch ve’ston ends up
with'fewer sentences. and what effect does this have on a.reader” Look
at variant combining strgtegies. For instance, the version here combined "
kernels®2, 23, and 24 into “Although it was a clear day without a cloud - -
in the sky. an mtanglble pall seemed over the face of things.” What did
you do with kernels 22, 23, and 247 What's the difference between the -
two versions in terms of style and meanmg (tntentlon)’ If students rk
in pairs or small groups analyzing their variant versions, your- task’ will
~ be to keep them focused on how and why they combined the kernel
sentences in tm: way they did. . - o .

v

- an let's examine the orq.,mal verslon .

Day had broken colg and ;_.,ray. exceedingly cold and ;_.,rdy. when
the man tarnéd aside from the majn Yukon trail and climbed the
_high earthbank. whete a dim and little-traveled trail led eastward
.through the fat spruce timberland. It was a steep bank. and he !
paused for breath at the top. excusing the act to himself by look- :
" ing at his watch. It was nine o’clock. There was no sun nor hint” =
of sun. though there was not a cloud in the sky. It was aclear day, .
~ and yet there seemed an intangible pall over the fac_e of things, a
* subtle gloom- that made the day dark, and that was"due to the
absence of sun. This fact did not worry the man. He was used' to
thé Tack ‘of sun. It had been days since he had séen the sun, and
he knew that a few more days must pass before that cheerful orb,
due south. would just peep ‘above the sky line and dip -imme- - .
' diately from view. YA

By this time you have probably recogm:ed the passage as the opening *
“paragraph of Jack London's short story, “To Build a Fire.” How does it.
differ ffom your version and the version above? How, for instance, does

it combine kernels 22, 23, and 24? Does this have a different effect on
the reader’s understanding and feelings? Now the t -ring circus begins,
because the students, having analyzed and defended their own versions;

have become wmmltted to them. In every class in whigh I have tried this -

.



.. cal strategies.

LLXErcis

". . N K ) : - . . ( *
. at least half the students felt their “text” created a.moré cohesive
mood.than Lon ydoes. The arguments serve to sharpen the - students’
awareness of stMjstie c¢hoices and of how sentences hang together to
ereate a unified whole, . - T - o o
Using this general approach with other texts@éle_cted paragraphs from

other short stories, novels, -and essays that you might. be reading with

your students) is one way of demystifying literature for your students. In

cach instarfee an author has made a particular selection to solve a par- -

ticular problem, but there are no absolute solutions. Sentence combining
s . 1 4 : T .
Is one way-of getting your student to *mess around” with-alternate rhetoM- '.

. ’

. . : . ' . ’ . . Prad -
Anothér approach is to have students work-collectively, in small groups,

or individually, 4t analyzing a passage into.its. building block units to see

Similarly. such a “breaking-up™ strategy’can be applied to. students’
own papers especially when their sentences have become mazes. Getting
students back to thelr basic building blocks can aid them to clarify their

what the author began with and how the parts are’related to t?e'wfmle;

. aims and identify strfnegic's they might use to improve the ordering and

.4 coherent unit of text.

Togic. of their written ideas.

- Along with the* above activittes, you might consider how studénts. go

about sorting ihrough_SCraltlbl_ed paragraphs which you can make.up, like
the following: o o K : '

“Now Jane is recuperating at home. Her mother called the doc-
tor. who seht an ambulance to their house. But she-should be -
back in school in time for the_awards ceremony. Jane was rushed
to the hospital where the doctor perforghed an emergency appen-

, ~dectomy on her. Last Friday, Jary: \yk-e up with a severe stomach

[

“ache.”

[y

Students who have developéed a conscious.sense of narratjve organiza-
tion will understand ‘how and why to re-order such a paragraph: '

“Last Friday. Jane woke up witt?'a';qevere stomach ache: Her
mother called the doctor. who sent an ambulance to their house..
Jane was rushed to the hospital where the doctor performed an _

emergency appendectomy on her.. Now Jane is recuperating at’
home. But she should be -back at school in time for the awards
ceremony.” ' - P

-As you wegk through such exercises with your stydents, _they will,
become increasingfy aware of the linguistic devices that go .into writing

’

».
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Thus fdl' l have discussed expectdtlons that dnse.from subject mdrter'
and chronolow (cars speed _through red Mights; Jane's appendectomy
«+ .+ precedes her recuperdtlon) We also hdve semdntlc hnkm&, devices by.
e ‘whichewe can créute ¢xpectations. : : -

Lm&,ulsts define cohesion as-“the means whereb elements th’dt are
B "structurdlly unrelated to one anothee (i.e. do not shhre some structural
' connection-such as would ‘exist between the subject and the predlcate 0 .
_ " a sentence) are linked together. through the 'dependence of one on t'hb
R other for-its interpretation”™ (Halliddy, 1976). Halliday classifies cohésion .

' (J " relations into, fivg types. Reference, substitution, ellipsis, conjunction and_'

lexical cohesbon’ distinguish- a “text” from a disconnected sequence of
sentences. An abbreviated outline of Halliday's five cohesive dev:ces.
dppears bélow with iHustrating sentences.

-

1. Retereme (each item is a directive which mdmates thdt mforma-

. ’)n, is to be retrieved from elsewhere.) -
A Permnal (pronoun:_’gelatm&, to persons 1, -she. they. thelrs. '
“one, 'th) T e
: e  “Three’ hhnd micé, three blma' mice. / See how they run' v
ce d, See,bow they run!t "

B. Demonstratne (refe{'ence by means of lQCdtiun and’on a scale-
~of proximity: the. this. that, these. those here.

_ now, there.'then. etc.) O
"Doctor Foster went to- Gloucerter in a shower of- rain. He' : 8

stépped in a puddle rlg,ht up to hls middle and never went . ‘.

. ‘there again,”™ . o
C Comparative (lndlrect reference by. means pf ldenmy. s1m1-‘-‘ .

-7 larity: or difference:“same, dafferently.\§0. more, - .

" better. equally, etc.) B R

“There were two wrens upon a tree.
Another came, and there were three.”

e :
1L Substitution (rcpldcement of one item_with dnother.)\
' ' A. Nominal (one/ones, same. etc.)
‘Jerry's pants are getting worn, He could use some new ones.
B. Werbal{(do, be, do so, be that, etc)
\ Allce cried. Mary did t0o.”




v . - o _'
-, . G Cla.mal(so not tc) L T L e
L “ls‘the fire out? 1 elieve so. (i.e. that’ the: fire is out)"

.

. -

Ly Ill *E{ltpm (the omm@tun of an |tem) _
Y ' . AXNominal (any part of a nominal pprast,) '
P | think I've seem every. pdmtmg.ln this muscum Unfbrtunatey

' ot ,a lot ( oj {he pamtmgs) aré not on view toHay

- B. ' Verbal (a lexical, mam verb and/or addmonal auxlltary vcrb 7

T AR "'_welc'ments) : * '
% “The picture was not flmshed If it lud been (fmtshed) l could

:_'. : have sold it !

_ vg . C Clat«sal(all or any part of & aause)
I 'Q' "Juhn was very disappointed with the response to hlS new book. .
"You can dsk him (whether he was or not) S

BN 4

i -

..

. IV, Coryunctwn Athe - speuflt,atlon of the way in which .what is to'~
- AL L follow is systemattcally connected to what.has gone
S BRI " before.) « - : :
C o .-A: Additive (and, also, in additiot llkCWle etc)
' B. Adversauve (yet, though,.in fact, instead, at any rate, etc.)
. * Q. Causal (50, consequently, it follows, in- this respect, gtc.)
ny D. T emporal (then. next, before. that, at once, secondly. up to |
e . v * Tnow. eté) e '
R "For the whole day he climbed up the steep mountamsnde almost P
el wnhout stoppmg .And iprall this fime, hé mét no one. (additive)
Yet he was. hardly: aware o being tired. (adversative} Sa, by
' , hight time the valley was fa below him:. (causal) Then as duske
" fell,"he_sat downto rest. {temporal)”.

e -E. Contmuam'es (now, of cours Il, anyway. surely, after. all.)
" e “You needn't apologlze After dll nobody could havef‘nown
B what would happen

« V. Léxical (word patterns) '
1 YA Re:teratmn (repetition of a lexfcal 1tem) _ '
' L .S‘tmte rtmr-'—‘-‘-Tmre was a large sptder stttm& peslde Ailce
ST ", The spider slowly inched closer to her
x ' 2 Svnonym or ne&r symmym “Fhere's a boy-climbing that
S A Lot e s treé, The lad's going to fall if -
/-s T ", " he doesn't watch qut.”
R ST N 1 .Superordmate term “Henry's bought himself a new Jaguar
PR Lo : ..~ -He practically lives in the car.”. .
e 4 Genemj t‘tem (thmg. people, place, idea, etcw‘t"l/loves
e . her-new fur coat. You can't get the mg gﬁ
T ' © * herback” ¢ A
' Ef. Co!locauon'(assouation* oi lexu,al rtems that regularly .cO /
' -~ occur.) Ty

5 :
¥ LT}

RIS ) gMprthu*llkes to do the repmrt on hcr car hetself. She says ag

4"
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ol change and a. tune-up are easy, but she did have ‘some
- problems the first time she. tried to reline her front brakes.: Yet
she cvep maslcrcd lhdl and now is reddy to l,acklc her leaky-'
- _transmission.” . : !
v~

. »  Although lhc sublfting and cxamples in the above outline are | far from

eXhaustive, they should be suggestiye of the range of text-making strategies

- that we have at our’ command. Taken il combination; they provide us

with a-more precise answer to the question, “How isgt a redder knows

+ that two or more sentences belong together, and thus coheie to form a

) unit of text”” Bul to mdl\e this. olearer. we need to look at some dCtUdl

. texts.

' ‘onsider the tollowmg parag.,mph Refcrrmg, back to)(he list uf coheslve

deviges. make a note. of each’of the rhetorical signals which establish
(ﬂfl“l‘(‘:\%hipﬁ among lhc various elements from sentence to sentence.

o SN Nc 't ngcr lay bclly -flat at the. edge of the wrnfleld his
. " brown chin cIde to the ground. his eyes glued-to a hill of busy
< ants. (2) He singlgd out one struggling with treebark twice its
s size. tugging it forwyrd then sideways then backward up the
incline. (3) Bcing a veteran ant: watcher, Newt tracked its course
near pcrfcu dver the rough and slippery terrain. (Opening para’
graph from The Learning Tree by Gordon’ Parks.)
) ; A mhcsmn andlysl\ mlg,hl look somelhmg‘»ke this: .
' Scmcmc ()nc “hiy" twice’ ra;Qrs bdck to Newt ng,er (persondl
Y . rcfercme) ‘ -
_ o v . 2. was left out belween "chip” dnd Llosé :
[ N L were left out, between “eyes” and ‘“glueq ‘(verbal
‘ o o . cllipsis) ) '
oL "':1. ‘lay. belly-flat™ leads u% fo expect “chin close to the
o ' : '-g.,mund” (u)llocauon) o T

Sentence Two: 1. "he™ refers back to "Newl" (S~ s

. O its” refers backt0 * ‘one™® L :

. “it" refers back (o * treebark”(persondl referénce)
.2. "one” refers back to “ants” (8§1) (nominal subsutut_es)l ,
LT -3 "struggling” belongs with “tygging” *

' ' . “forward,” “sideways." and “backward” go together
;in terms of direction "

'Also, we would expegt “up the -incline” on the basis

I o of the “struggling” athlowtion) -
' ' o e "thcn.” “then” (temporfal conjunction) - :
' ", 5.who was is left out before “struggling” and \‘.tugg'ing’:- .
“{nominal, _verbal eunpsls) -

AN

'Scunt_gncc T'hreé 1. “Newt” refcrs back to “Newt" (Sl) (lexical, same =~

gcm) . N
? . i . 4 A
. . g .
* v ’ 24
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o

el ' 2."'4’ts"'refc'§s\z;ck_to “one" (S2) (personal reference)
a3 Ttracked” relates back to “éyes glued” (S1) gnd “ant-

- watcher,” “raiigh,” and “slippery" fit with “struggling”

and “tugging” (82) (collocation) - .

T.

. Such a cohesion analysis demonstrates why Gordon Parks's three sen-
- tences hang together as tightly as they do. Of tourse, they are all focused

. - ‘ - . ) ) , .

..on onc event which coneentrates seaders’ expectations; but even-in this

short example, we hit_ve all five CQhesivc devices represented. '
Now let’s try cohesion analysis on a piece of non-fiction prose.
(1) Wealth is not without'its advantages and the case to the con- _
. trary, although it has often 'been made, has never ptoved widely |
©© persuasive: (2) But, beyond doubt, wealth is the relentless enemy -
o of understanding. (3) The poor man has always a precise view of,
~ his problem and its remedy: be hasn’t enough and he needs more.
(4) The rich man can-assume or imagine a much greater variety..
of ills and he will be correspondingly less certain of their remedy.. , ~
~ (3) Also. until he learns to live with his wealth, he will have a well-
- observed tendéncy to put it to the wrong p@irposes or otherwise to
‘make’ himself foolish. ' R - )

(6) As with individuals so .with natiogs. ..,
(Opening of Galbraith’s The Affluent Society)

You should,now be able to supply- your own detailed analysis, but at
least two points age of interest regarding this fassage. .-
First. collocation. plays an important role. "Wealth,” of course. domi-

nates the passage. Indeed, it evgn sweeps the »\(_o}d “méney” (one 'O.&‘Sible‘ .

ellipsis after*“enough™ and “more™ in sentence three) before our eyes:
without even mentioning it directly. “Understanding,” is 4 more subtle.

- thread that ties this passa}g.b’togethe;. The word relates forward to "@gecise

_view." “problém ind its' remedy” “assume or imagine,” “less certain,” -
. “learns.” “wreng purposes.” and “foolish* - quite a feat! o
“Second. we have’a dramatic and. offective example of elausal substitu-
tion in sentence six. By ‘beginning his second ‘paragraph with “As_with'
“individuals so._with nations.” Galbraith forces us to return to" the main.’
drift of the first: “It takes time to learn what are the right things to dogwith
- wealth, and when we first gain wealth we often’ do the wrong or foolish.
«thing.” The tight chain created by the “as™ and “so” gives us direct evi-
dence that here we are in the hands of a masterful writer. S
By comparison, the' following paragraph; written by #a ninth-grade
. . student, doesn't fare well. Aliough a number of things can be said about
N | why the performance doesn't 'work, try concentrating your attention on

.. . ‘ . T . :_.' o

\

v 03\ o

sufficient, variety among the cohesion strategies?” AJ« note that in the.
., * i . N Q2 - ] - . . e
-

-

Vi

the paragtaph’s cohesive devices. Are all thegreferences clear? Is. there |




exumple the student has been subphed wnh the bebmnln;, “thesls state-
Cooe ment.” , : : . "

_ . (1) The (loclors lell us- that dculy exercise iy lmpnrldnl to good -
o health.-(2) Some reasons Tor this are that exercise is good for your
' ~body. (3) It helps youstay in shape. (4) it makes you look much
< younger than you are. (5 [t also makes your body function better
and it gives you. a lot of energy to do things you weren't able to”
o do before. (6) And it makes you form much biggemmuscles. (7)
 Exercise is one thing that we should all do every day of vur lives -
# becayse it's strengthening forus. (8) Do you exercise eyery.day?
A9 You should. (10)- Afterwards, it pays. (11) Begin today. (12)°
Throw away your old pictures. (13) After that, you-can enjoy
your new ones with big muscles and the healthy appearance.

-

Sentences two through Sll wnlh their repelmve use of “it,” are- merely
spinning out a list of rca.s}gms for * d‘uly exercise.’ Tht, use of lexical -
reiteration in sentence seven, “exercise. appears to brm;, an end to this
chain and in fact the paragraph breaks at this point. This break is marked

- by the change.in referénce of Uyou." In ‘sentence sseven. the stddent
begins a shift-from “you” referring to a generalized everyone (Ity-substi-
tuting “one” for ~ ‘youln)™ in sentences.twd through six) to “you" referrm;,
- directly o the reader/listencr being: dddressed. Significantly, sentence
seven contains “we” which is a signal that something strange is oceurring,

- or that the wnlcr has lost control of her material.- But -now that the
¢ - student has reac cd sentence eight, gotten the burden of the. teacher's
.mng;ﬂncm off h¢r back. and found a unique point of -view, her prose
becomes livelier. md this continues to the end of the- paragraph. Part of
this “improvemdnt”™ is revealed in the pregence, of more sophisticated
‘ _ cohesive devices. Senténce nine uses ellipsis: "You should™ (exercise

~ everyday). “Afterwards” (S10) and "After tMat” (S13) are examples. of

_» temporal conjunction. I sentence 11, we .q,(un have the ellipsis of “exer- -

©, cising” after "begin,” and "onex” in the final sentence shows an appropriate
~use,of numinal substitution for “pictures.” a reasonable performance for
a sludml who. when she statted the p.lmg,r.lph was only going lhrou;,h the
—-+ “motions. '
~ Coheston andlysls. as long as it ls nol seen as a new panacea for poor
student writing, can be of use in worklrfg with’ :,ludents on_ parneular :
pmblt,ms of gtyle, logic, and order. When ‘you first’ bring the notion of
cohesion to your students’ awareness, it is probably best to use some
: examples of their own pucgessful writing to show them that already, at an
© - unconscious level. they have mastered many of these “binding” techniques.
) Another worthwhile activity is to send Students out to gather snatches -
o of oral discourse. What cohesive devices characterize speech? In what
o ways, ar¢ the patterns of cohesion in- written texts different? Further, in
sludymg, texts ol' the van&us authors you : ¢ rcadmb you nnght examme

o
8
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L ‘- 3 .
“individual approaches to cohesion to see in part what makes up an author’s
unique style. ' ' - A .
THepoint is that we are surrounm texts, so that any material can
become gn appropriaté velticle for.cohesion analysis. And once your .
© students are acquainted ‘informally with the cohesion system, it should
provide them with another means for locating problems in their own
writing. Also it.zuld make them more sensitive readers of ‘thewriting

_ of others. . 4
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j Conclusion

« ¥ , :
&
Commumcatxon’ns perhaps the most coglplex .of human behavnors
Wrumg or speaking so-as to convey meaning, and reading or lstening so

as v receive meaning, require awareness of the functlons of expectatlons,

“contexts and cohesive devices.
"As you work with your students ‘'on the activities outlined in this pamph

let, your emphasis should be on description, not prescnpnan As-English
tedchers our purpose is not to impose arbitrary rules:’rather we should.be

o trymg to shake students out of their linguistic somnambulism byi mcreasmg

# their sensmvny to and mastety of language.
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